Abstract: Deusto International Tuning Academy is undertaking a large-scale study to analyse the impact Tuning projects may have had in participating universities. More particularly, the study hopes to provide an unambiguous answer regarding the presence or absence of the implementation of a competence-based student-centred approach in the different world regions where Tuning projects have taken place. The present article focuses only on Latin America where two Tuning projects have been developed. It describes the findings of the first two stages of the study. After reporting the data, the authors argue that there is evidence of a Tuning impact in each of three intended impact domains: (1) understanding of the importance of a shift from content-to competence-based education; (2) provision of institutional support necessary to facilitate this change; and (3) appropriate teaching, learning and assessment within the general framework of the study plans and degree profiles.
I. Introduction
A current trend in higher education is a shift from teacher to student centred learning. The student has to take an active part in building his or her own learning, turning the teacher into the facilitator, the one who helps to provide the resources (information, methods, tools), who creates environments and accompanies students, offering assistance and guidance throughout the process, thus raising student motivation, commitment and liking for and understanding of the usefulness of learning.
There was -and is -a recognition that in spite of their valuable differences, higher education systems faced common internal and external challenges related to the growth and diversification of higher education, the employability of graduates, the shortage of skills in key areas, the expansion of private and transnational education, the need to further encourage staff and student mobility, and, in the longer term, the desire to attract the best scholars from around the world in order to be leaders in different areas of research.
The reforms required cover all areas of higher education; this was true in Europe, and in most other world regions as well. Tuning emerged as a response to reform in Europe initiated by the Bologna Declaration, but the methodology developed has since been used in many regions where reform of higher education was being undertaken, where governments perceived as useful a model of reform that encouraged participation from academics at all levels, which provided links with the world of work, and had authenticity in terms of the culture of education in the country.
The development of competence based approaches to teaching and learning in higher education has been influenced by industry, where there has been a growing perception that new graduates are often unfit for the demands of the modern workplace, and from graduates themselves who have found that their range of skills and competences are lacking when they seek employment. Numerous reports from around the world attest to this. 1, 2 A student centred approach to teaching and learning is the concomitant of the adoption of a competence oriented approach to curriculum design. Where learning is designed to focus on what students can do, can value, can innovate and be creative in, students have to be the active owners of their own development.
Tuning proposes a methodology whose aim is to facilitate the development of a competence-based and student-centred approaches in higher education. The first generation of Tuning projects invited universities to adopt the new paradigm and gave them an initial impulse by focusing on the curriculum design process, the first necessary step if this new approach is to be implemented. It was expected that equipped with the required conceptual framework and methodological tools, universities would be able to continue moving towards implementation after the project. However, no feedback mechamism has been established to check whether this was indeed happening.
II. The context: two Tuning projects in Latin America
The Tuning Latin America projects were the first projects conducted by Tuning outside Europe. The concern for how to progress towards a shared area for universities while respecting traditions and diversity ceased to be an exclusive concern for Europeans and had already by 2004 become a global need.
From the beginning, two very specific problems faced by Latin American universities were pinpointed. On the one hand was the need to modernise, reformulate and make degree programmes more flexible in the light of new trends, of the requirements of society and of the demands of a fast changing world. On the other hand, which is linked closely to the first problem, the importance of transcending limits imposed by staff in terms of learning, by providing education that would enable what has been learnt to be recognised beyond local, national and regional institutional borders.
In its first phase (2004) (2005) (2006) (2007) the Tuning Latin America project sought to engage academics and administrators in a wide debate, the goal of which was to identify and exchange information and improve collaboration between higher educational institutions, with a view to developing the quality, effectiveness, comparability and transparency of degree programmes within the region. It allowed the importance of competences to take centre stage in the process of curriculum reform and modernization. 3 The second phase of Tuning Latin America (2011-2013) started on already-fertile terrain -with the fruits of the previous phase and in view of the current demand on the part of Latin American universities and governments to facilitate the continuation of the process that had already been embarked on.
• Designing a system of credits (CLAR -Latin American Reference Credit) to facilitate recognition of studies in Latin America as a region that can be articulated with systems from other parts of the world. 4 Tuning expected, in terms of impact, a clear understanding at university level of the importance the shift from programmes based on knowledge to those which also included competences. A second impact intended was the creation of conditions that favour implementation in terms of institutional policy and culture. A third envisaged impact was that the universities modify their study plans and face the challenge of using agreed competences as a point of reference for the design of curricula and for developing degree profiles. This point was tied to teaching, learning and assessment, including the estimation of student workload and the allocation of credits at the level of units and programmes.
After ten years of development, the Project in Latin America completed the design stage, opening a process for consolidating these issues and allowing them to mature within the universities, which included implementing complete degree programmes following the Tuning methodology. The way these challenges have been developed by the Latin American universities is the core of this paper.
III. Impact Evaluation Study: theoretical framework
Evaluation can happen at different points with respect to the lifecycle of a project, can pursue different goals and can adopt different methodological approaches. Yet it must be done with rigour, to ensure maximum objectiveness.
Impact evauation attempts to measure the effects that a project might have had. Let us look at three definitions of impact studies, which are very similar to each other, but emphasize slightly different aspects of this type of research inquiries.
The definition proposed by 3ie is as follows:
Rigorous impact evaluation studies are analyses that measure the net change in outcomes for a particular group of people that can be attributed to a specific programme using the best methodology available, feasible and appropriate to the evaluation question that is being investigated and to the specific context.
5
The Austrian Development Agency similarly focuses on the desired effects when looking at the effects of an intervention. 6 The World Bank, on the other hand, does not characterize impact as positive or negative but defines impact evaluation as a study that "assesses changes in the well-being of individuals, households, communities or firms that can be attributed to a particular project, programme or policy". 7 The OECD separates intended from unintended effects, and suggests that an impact study should take both into account: "impact evaluation is an assessment of how the intervention being evaluated affects outcomes, whether these effects are intended or unintended."
Defining the notion of impact is important:
How impact is defined will necessarily determine the scope and content of the study because different definitions prioritize different aspects of "impact"; imply different concepts of causality (what produces the impact); and how to estimate the impact (evaluation designs).
9
Apart from positive or negative, intended or unintended effects, it is also useful to define the impact in terms of expected versus unexpected, immediate versus long-lasting and as experienced or not by particular stakeholders or at the level of institutions or communities or whole regions. 
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The two major purposes of impact evaluation seem to be on the one hand, obtaining feedback or learning from experience (checking what worked and what did not, where, for whom; what can or need to be improved and how); and accountability on the other. 11, 12 Another purpose is demonstrating that the project has indeed had some or all of the intended effects.
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Two caveats have to be taken into account in good impact evaulation: (1) the difficulty of proving cause-effect relations in real-life large-scale projects and (2) the caution necessary when formulating recommendations (whether about project elements to be maintained or those in need of improvement) due to the danger of generalization. Caution is recommended by most if not all sources that discuss impact evaluation studies.
14 Newcomer, Hatry and Wholey, for example, 15 suggest that evaluators should limit themselves to speaking about plausible attribution, recognizing that there may be external causes of the effects reported.
Concerning generalization, the similarity of the contexts and conditions (including the impossibility of accounting for other contributory factors) will determine the extent to which an aspect of a programme which worked (or failed to work) in one situation within a past project is likely to work (or fail again) in the future project. 16, 17, 18 In terms of the methodology and evaluation design, three issues are important: (1) the timing of the evaluation; (2) the formulation of evaluation questions and choice of the methods to be used, both in relation to the evaluated project attributes; and (3) the triangulation and contextualization of the findings. 19, 20, 21 The timing, or the decision to proceed with an impact evaluation, is key because different effects become noticeable at different stages of a project.
While some effects can be present during the project lifetime but cease to exist once the project is over, others might not appear till some time after the project finalization.
Evaluation questions need to be as concrete as possible since they determine the type of data collected and the types of responses the evaluation study will be able to provide. Evaluators need to consider each of the originally intended project outcomes and formulate questions related to the domains of impact they or the party who commissions the evaluation consider most relevant.
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There is no single perfect evaluation design or data collection method for impact evaluation studies. 23 Until quite recently, comparing the situation before and after a project and comparing the conditions of project beneficiaries with their counterparts not affected by the project were considered to be the only valid methods. 24, 25 Nowadays, however, the most important aspect is that of reconciling evaluation questions and the evaluation design used (the methods) with the inner logic of the programme or project. 26, 27 Indeed, the beneficiaries, scope and types of intended effects, not to mention the pace at which changes can be expected to happen, the interdependence of such changes or different aspects, and the type of indicators, all differ from project to project. Evaluators, thus, have more liberty, but also more responsibility for selecting the methods to find responses to the questions relevant for "their" project.
Case study is one of the methods that has proved valuable in impact evaluation. "Studies of 'cases' that combine within-case analysis and comparisons across cases are especially suited to impact evaluation in complex settings". 28 The use of case studies could, therefore, be an optimal solution in terms of the need to triangulate and contextualize the findings. They may also provide a solution to another long neglected issue: the involvement of project participants and/or beneficiaries in impact evaluation. 31 Although different levels of involvement and types of participation might be appropriate for different projects, if evaluators do not identify and take into account the opinions of the different project stakeholders or beneficiaries, the findings are bound to be partial, if not biased.
To conclude, a project impact evaluation study needs to comply with a number of general principles that regulate this type of enquiry, but it needs to have considerable freedom and responsibility in terms of defining the impact to be evaluated, in formulating concrete questions and in selecting the methods to be applied.
IV. Methodology
The general purpose of this Tuning impact study was to explore the effects of the two Tuning Latin America projects (Phase 1: 2004 (Phase 1: -2007 Phase 2: 2011 Phase 2: -2013 in Latin American universities. More particularly, the study aimed to discover to what extent a competence-based student-centred approach to teaching, learning and assessment in higher education degree programmes had been implemented by the different participating institutions. It was also important for the Tuning Academy to obtain feedback and learn what improvements identified as desirable by the project participants could be implemented after the completion of the projects. These may have simply remained as a topic of discourse; they may have been implemented on paper but not in practice; or they may have been rejected or forgotten in the course of post-project intra-institutional or national reforms.
The design of the impact study was seen to satisfy at least three basic requirements. First of all, it was important to identify institutions where the competence-based student-centred approach advocated in the Projects had been implemented. The experiences of such institutions could be valuable for others wishing to introduce curriculum reform. Secondly, a centralized impact evaluation could give each participating institution the possibility of 30 sharing its achievements and concerns, as well as comparing their approaches and results with others in their region or their area of studies. Thirdly, the Tuning Academy needed to collect data on the status of the impelementation of a competence-based student-centred approach so as to better organize future efforts, to build on what has been achieved, and address any issues which have not been resolved.
Thus, regarding the first key question of any impact study -whether or not to proceed with an evaluation at all 32 -a positive answer was given because, nearly 10 years after the start of the first Tuning Latin America project, it was essential to obtain systematic feedback on the effectiveness of the initiative. Since no impact studies of Tuning projects had been conducted before, it was not clear whether the timing was fully suitable. 33, 34 However, it was important to identify the current state of affairs, while recognizing that any fundamental change in higher education is necessarily an evolving process.
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With respect to the scope, it was decided to focus specifically on implementaion at the level of first-cycle degree programmes. The study was to look into the extent of the intended effects now observable along the different Tuning lines of action.
The four Tuning lines of action are: 1) agreeing on the competences to be developed (generic and subject specific); 2) sharing expertise in approaches to teaching, learning and assessment of these competences; 3) measuring student workload and credits; and 4) evaluating the quality of programmes. The first line analyses transversal competences as well as those that are specific to subject areas. The second line invite academics to share the most effective methods of teaching, learning and assessment for achieving the competences identified. The third line proposes a reflection on the impact and relationship of this system of competences with the student's workload, and its connection with the resulting time measured in credits. Finally, the fourth line highlights the fact that quality is an integrating part of the design of the competence-based curriculum, essential in articulating the three previous lines.
All the institutions participating in both of the Tuning Latin America Projects were invited to participate -on a voluntary basis. conducted by the Tuning Academy at the University of Deusto and no external funding was available to compensate for the time dedicated to participation in the study on the part of Latin American universities. The main evaluation questions were three:
(1) What is the general picture of the implementation of a competencebased student-centred approach in participating Latin American universities? (2) Which participating institutions succeeded in implementing the competence-based student-centred approach at the level of at least one first-cycle degree programme as opposed to cases of (a) implementing the approach in single courses within a degree programme or (b) implementing certain aspects of this approach, whether in separate departments or at the level of the whole university? (3) What difficulties have been experienced by those actively trying to implement a competence-based student-centred approach?
A three-stage study was designed to answer these questions. Stage One was aimed at obtaining a response to the first question above and at identifying potential cases of successful implementation. Stage Two further explored the successful cases identified, as well as responding to question three above. Stage Three, finally,will focus on a small number of cases of successful implementation and explore these in greater detail. This article reports on Stages One and Two which have already been completed. Stage Three is to be conducted in the near future and will be discussed in a subsequent publication.
The general methodological approach adopted in Stages One and Two was quantitative. Both Stages used online questionnaires as the research instrument in which open questions were avoided as much as possible. Stage Three, in turn, will use interviews and focus-groups, which will permit the collection of qualitative data from a small number of cases studied in detail, providing depth to the general picture described in this article. Respondents were asked to report on the impact the Tuning project(s) might have had in their university in relation to introducing or further implementing competence-based student-centred learning, in terms of the following five aspects:
• Curriculum development.
• Approaches to teaching, learning and assessment.
• Assessment of the students' workload.
• Introducing a system of credits based on students' workload calculations.
• Offering staff development in order to help them introduce competencebased student-centred approach.
These five aspects are closely linked to the Tuning lines: curriculum development including generic and subject specific competences with Line 1; teaching learning and assessment with Line 2; student workload and the definition of a credit system with Line 3; and administrative support with the core of Line 4.
The questionnaire explicitly asked about the impact of Tuning projects. This means that cases in which a competence-based student-centred approach had been introduced before the institution participated in any Tuning projects or independent of such participation were not included in this research.
The four levels of implementation envisaged for each of the aspects were:
• Zero -nothing has changed despite participation in the Tuning project(s).
• First -the improvements in question have been implemented in the programmes of the respondent's subject area.
• Second -the improvements in question have been implemented in some subject areas within the respondent's institution.
• Optimal -the improvements in question have been implemented in the whole university.
Respondents who reported positive changes in any of the aspects were further asked to indicate whether any documentation exists (study plans/ student guides/didactic materials/strategic plans/reports, etc.) that demonstrates that they the changes are related to the respondents' participation in the Tuning project(s).
V.2. Stage One Sample Description
In total, respondents from 133 out of the 160 higher education institutions from 18 Latin American countries completed the questionnaire, giving a response rate of 83.1% in terms of institutions and 100% in terms of countries. All fifteen of the subject areas, were represented in the sample. All respondents had participated in the Tuning projects and were still working at the same university where they had worked during the projects.
Geographically, out of the 133 universities, 19 were from Argentina, 7 from Bolivia, 14 from Brazil, 13 from Chile, 15 from Colombia, 3 from Costa Rica, 3 from Cuba, 8 from Ecuador, 5 from El Salvador, 3 from Guatemala, 2 from Honduras, 11 from Mexico, 5 from Nicaragua, 4 from Panama, 5 from Paraguay, 7 from Peru, 2 from Uruguay, and 7 from Venezuela.
V.3. Stage One Findings
As shown in Figure 1 , in 122 higher education institutions out of 133 (91.7%), noticeable changes were reported resulting from implementing the recommendations of the Tuning project in at least one of the five aspects noted above and in at least one subject area. In addition, 62 institutions (46.6%) reported having implemented changes in all the five aspects at least at the level of one subject area (and were able to provide written documents to support their opinion). Finally, 10 universities (7.5%) believed that In 91.7% of the universities, noticeable changes have been implemented at least in one of the five aspects
Level of Tuning impact
In 46.6% of the universities changes have been implemented along all the Tuning aspects at least at the level of one subject area (and being able to provide written documents to support their answer).
Figure 1
Stage One Findings: Level of impact of Tuning in different implementation aspects Tuning-influenced changes had been implemented in all of the five aspects across the whole university and could provide documentary evidence to support this claim. Table 1 (below) gives more detailed information on the responses obtained along the different Tuning lines. The highest implementation level was reported for the domains of (1) the design and revision of curriculum, study programmes and plans; and (2) teaching, learning and assessment methods (75.9% for each of them). More than half of the universities stated that staff development initiatives have been available to support teachers, although the questionnaire format did not permit identification of what exactly was offered in terms of content, format, variety, etc. Finally, the workload aspect -and especially the introduction of a system of creditsseems the one where fewer universities have been able to advance. In Stage Two (June-October 2014) first-cycle degrees were selected as the unit of analysis. Those institutions reporting noticeable changes along the five aspects in Stage One, and able to provide supporting documentation, were invited to participate. More precisely, they could participate if they considered that they had at least one first-cycle degree programme which: (1) could be considered an example of successful implementation of a competence-based student-centred approach, with this success clearly attributed to participation in the Tuning project(s), and (2) could provide from those involved in the programme at least three academic executives, ten teachers, and twenty-five students who were willing to respond to the on-line questionnaire. Academic executives were high-level academic administrators who are in charge of degree programme development (deans, heads of the departments, vice-rectors, etc.). These administrators had to be fully familiar with the degree programme proposed as an example of successful implementation. Teachers could be any members of the teaching staff who give classes within the programme in question. Students were chosen from the selected degree programme and had to be in their 3 rd or 4 th year of studies, if possible.
The contact person at each of the universities (normally a former Tuning Latin America project participant) was sent an email with the links to the three online questionnaires and was in charge of forwarding the links to the potential respondents and ensuring the required number of responses. Close to the first deadline these contact persons were informed of how many academic executives, teachers and students from their university had responded so far, to enable them to invite more respondents from the categories where a shortfall existed. Thus, monitoring was done at the central level, but efforts to get the minimum required number of respondents were done by the contact persons at local level.
VI.1. Stage Two Data Collection Instrument
Three different questionnaires were developed for Stage Two: one for academic executives, one for teachers and one for students.
The academic executives were asked about the perceived impact of the Tuning projects on the design and planning of a competence-based studentcentred approach in the degree programmes of their departments; about the difficulties experienced in the process of implementation; and about external contributory factors (e.g a policy promoting a competence-based studentcentred approach and the level of autonomy universities have in order to introduce changes into the curriculum design. They were also asked about institutional support for the change (e.g.in the form of developing guidelines for academics, and degree programmes, providing staff development or appointing a person to monitor the process).
The teaching staff was also asked about the perceived impact of the Tuning projects on the design and planning of a competence-based studentcentred approach in the degree programmes of their departments, as well as about the difficulties experienced in the process of implementation. A number of questions explored the current teaching and assessment practices (to see how close they came to fully implementing the approach). Furthermore, teachers' opinions were explored about a competence-based approach compared with a content-focused one. Finally, the issue of staff development initiatives aimed at helping academics adopt the new approach was addressed.
Most of the questions addressed to students were aimed at soliciting information about the teaching, learning and assessment activities they have experienced (to compare the data with teachers' responses). Student opinions about a competence-based student-centred approach were also invited.
VI.2. Stage Two Sample Description
27 institutions were both able to demonstrate their eligibility and were ready to undertake the Stage Two consultation. This was the first big step towards the identification of institutions whose implementation experiences could be considered best practice (and studied in Stage Three). 21 of these eligible universities completed the whole process of Stage Two data collection.
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As a result, Stage Two sample comprises 11 Latin American countries, with 21 institutions. Namely, these are Argentina (1 HEI), Bolivia (2 HEIs), Chile (4), Ecuador (1), El Salvador (2), Guatemala (1), Honduras (2), Mexico (1), Panama (2), Paraguay (3) and Perú (2). As for the subject areas represented, these are 15 and as follows: Agronomy (Chile), Architecture The second stage respondent sample comprised 70 academic administrators, 237 members of the teaching staff and 658 students. These numbers mean that for each category more than the required minimum of responses was received (the exact minimum for 21 institutions would have been 63, 210 and 525 respondents for the three groups).
VI.3. Stage Two Findings
The most general question about the possible impact of the Tuning projects on the implementation of a competence-based student-centred approach asked academic executives and teachers to what extent, in their opinion, the Tuning project had had an impact on the design and planning of the degree programmes in their department. Table 2 shows the results which suggest generally strong or at least a certain positive impact in the majority of cases: positive Tuning impact was reported by 92.85 % of academic executives and 92.4% of teaching staff; and strong (considerable or very strong) impact was reported by 77.15% of academic executives and 65.5% of the teaching staff. 
Figure 2
Stage Two Findings: Respondents who estimate that Tuning has had impact* * The "total Tuning impact" category comprises three types of answers: "to a little extent", "to a considerable extent" and "to a great extent". 
Figure 3
Stage Two Findings: Respondents who estimate Tuning impact as strong* * The "strong Tuning impact" category comprises two types of answers: "to a considerable extent" and "to a great extent".
In the questionnaires for academic executives, two types of factors potentially contributing to successful implementation of a competence-based student-centred approach were distinguished: external factors which cannot be directly controlled by the university authorities, and internal factors which can be created or strengthened by them. Two major external factors reported in this study were the presence or absence of a policy favourable for the change, and the level of authority universities have to introduce changes into curricula.
However, neither of these external factors were seen as preventing implementation. The level of autonomy reported by the academic executives in the sample is high: 83.8% consider that their institutions have the autonomy "at the level of structuring and designing degree programmes"; 98.5% believe that there is enough autonomy "at the level of procedures and teaching methods to be used"; and all of them (100%) reported enjoying autonomy to introduce changes "at the level of evaluation methods and procedures".
The other external contributing factor -a specific policy in the higher education sector in the country that promotes or contains indications with respect to the implementation of a competence-based student-centred approach -was recognised as present by 72.1% of the academic executives (20.6% reported that such a policy "clearly establishes guidelines for university degrees", while 51.5% remarked that the policy in their context was "very general or partial").
Internally, two elements to encourage successful implementation were highlighted: creating guidelines to help academics adopt and implement the new approach and establishing a system of monitoring. As for institutional support, documentation or guidelines that facilitate or support the implementation of a competence-based student-centred approach appear to have been developed by the university authorities in 86.8% of cases; and the implementation process is monitored, by different agents, in 91.2% of cases.
With respect to the difficulties encountered in the implementation process, as shown in Table 3 (below), academic executives and teaching staff seem to agree in perceiving resistance on the part of the teaching staff as more significant than on the part of the students (more than 50 percent of academic executives and of teachers report having experienced the former, while only 28% of academic executives and 33.7% of teachers, the latter). Financial support is considered insufficient by slightly more than half of the respondents in each of the two categories, despite the positively valued engagement of the university authorities. More than half of the academic executives and teachers consider a competence-based student-centred approach to be complex, and more than 60% in both groups consider that teaching staff have not been sufficiently prepared for the new approach.
Regardless of the difficulties reported, 84% of the teachers reported focusing on generic or subject specific competences in the courses they teach. Out of those who help their students develop at least one generic competence (65.4%), 67.1% are working with the generic competences agreed upon in Tuning. That is, 45.2% of respondents used the Tuning list to select the generic competence(s) focused on in their courses, while a further 21.9% chose the generic competence from either the Tuning list or from other sources. If we compare these responses with those provided by students enrolled in the same degree programmes at the same universities, 10.5% considered that a competence-based student-centred approach has not been applied in the courses they followed or had followed, while the other 89.5% believed it had, with 16% reporting that the new approach had been adopted in all the courses they had taken so far in their programme. In 89% of the courses that follow a competence-based student-centred approach students were informed about the competences they were expected to (further) develop in each particular course.
There also exists a positive correlation between teachers who follow a competence-based student-centred approach and the perceived level of the Tuning impact on the whole. Thus 95.5% of the teachers who have adopted this approach believe that this was at least to some extent due to their participation in the Tuning projects, while 47.7% of this group report this cause-effect relation to be strong or very strong.
A number of questions included in the questionnaire permit us also to see an initial outline of methods of assessment, the central part of any pedagogical approach. Thus, 97.4% of the teachers who work with generic competences also pay attention to assessment (56.8% said they assessed some of the generic competences or did so in some of their courses; while 40.6% responded that they assessed all of the generic competences addressed in all the courses they taught). The data collected indicate that 62.4% of all teachers in the sample used more than one method of assessment: 35.9% reported taking into account not only their own opinion, but also students' self-assessment, while 26.6% considered a third source -peer-assessment. To add two final elements to this general picture, 97% of teachers indicated that they informed their students on the first day of the course about the assessment system and methods used to determine their final grade for the course (criteria, indicators, assessment techniques…); and a similarly high percentage -94.9% -reported giving their students regular formative feedback throughout the course.
The data obtained from students does not always coincide with the responses of teachers. 17.7% reported that all teachers who taught them and applied the competence-based student-centred approach, assessed the competences focused on at the end of the course. 21.6% believed this happened in nearly all of courses that follow the competence-based student-centred approach, while a further 47.5% have experienced competence-based studentcentred assessment in some of the courses. On the other hand, only 25.8% of students said their teachers always took into account students' self-assessment as an additional source of assessment information; and 29.9% stated the same about peer assessment. Asked about the formative feedback received during the course the responses were more conservative than those of the teachers -12.2% of students indicated that they were given this in all the courses, 26.7% in nearly all of the courses, and a further 54% in some of the courses.
The majority of teachers in the 21 Latin American universities appear to have consulted their students in order to verify their own estimation of student workload (see Table 4 ) and nearly half of the teaching staff reported that all of the teachers within the same degree programme coordinated their efforts. However, approval of the workload estimate at the level of the department or centre has been obtained by 43% only.
In contrast to this only 10% of students reported being asked about workload by nearly all of their teachers, and only 36.9% by some of the teachers. 47.7% of the sample seem never to have been consulted on the issue by any of their teachers.
Finally, in terms of the actions taken in order to support reform, more than half of the teaching staff seem to have had an opportunity to attend staff development courses (60.3%) and in most of these cases they were able to choose from more than one option (56.6%), yet less than half of the sample reported having had access to continuous guidance and support to help them implement a competence-based student-centred approach (42.2%).
Table 4
Actions aimed at defining the total students' workload for the courses (considering the time spent by students working both in class and outside the classroom) A further key change is that of the attitudes, recognizing the value and the advantages of a competence-based student-centred approach. Teachers and students were asked two series of questions about (1) their perception of the influence a competence-based student-centred approach had on different aspects of university education, and (2) their perception of the new approach in comparison with a content-based approach.
As can be seen in Table 5 , both teachers and students seem to be convinced of the merits of the new approach: it helps students achieve better academic results and develop new abilities, values, attitudes, etc. Teaching and learning approaches are more active and diverse. Students are more motivated and engaged; they understand the new approach and they do not share the common misconception about the content loss often erroneously associated with a competence-based student-centred approach.
At the same time, teachers are conscious of the greater effort demanded from them, and both they and students recognise that students are also required to do more themselves if a competence-based student-centred approach is adopted.
Table 5
Attitudes towards the competence-based student-centred approach: how the competence-based student-centred approach is perceived to influence the teaching and learning process. Point of view of teachers and students.
With the competence-based student-centred approach… A further question that asked teachers and students to compare competence-based and content-based approaches further confirms the clear preference of the two groups for competence-based student-centred teaching and learning (see Table 6 ). The majority of respondents from both groups attributed considerably greater merit to the competence-based approach on all of the six parameters included in the questionnaire. Table 6 Competence-based student-centred approach versus contents-based approach from the point of view of teachers and students. 
VII. Discussion
We will first comment on the very fact that this study has been feasible, interpreting this as indirect evidence of the impact. After this we will revisit all of the findings through the prism of the three types of Tuning impact which were outlined in Section 1: (1) the impact on the attitudes and values -the clear understanding of the importance of the shift in approach; (2) the impact in terms of creating a sustainable support system -ensuring the conditions necessary for successful implementation of a competence-based student-centred approach at the institutional level; and (3) impact visible at the level of teaching, learning and assessment in the classroom -impact that students can perceive and benefit from the changes directly.
The fact that this study was able to obtain such a high level of response is a first indication of long-term Tuning impact. Conducted after completion of the project and completely dependent on the voluntary participation of all the respondents, the response to the study is clear evidence of continued commitment within the institutions involved. The response rate (83.1% in terms of institutions and 100% in terms of countries for Stage One; and 77.8% in terms of institutions and 100% in terms of countries for Stage Two, and the fact that the total number of Stage Two respondents exceeded the stipulated minimum numbers for each of the three categories of respondents) illustrates this commitment. In qualitative terms, what we have seen is a clear interest in the topic of improving higher education, a strong will to learn more about and understand better the implementation processes, to share lessons learned and best practices, thus continuing to learn together across subject, institutional, and national borders. The communities of learning created within Tuning Latin America projects are, thus, very much alive and might be ready to explore new means of collaborative learning.
Having made this important general comment, we proceed to the first type of expected Tuning impact, that of developing new attitudes and values and acquiring a clear understanding of the importance of the change in approach to university education. Table 5 shows how highly valued a competence-based student-centred approach is in general among both teachers and students. The results students achieve through the learning process are markedly better, richer -students can develop new abilities, values, attitudes, etc. -and students are more motivated ("more interested and involved"). There is agreement between and among the two groups and the level of agreement is above 87% with respect to the first two aspects, and above 72% in the three of them. Table 6 reflects what Stage Two respondents think of a competencebased student-centred approach, as opposed to a content -or factualknowledge -focused one. If the understanding of the importance of change has been achieved, it is here that a clear preference for the new approach should be seen. This is, indeed, what happens. Not only do teachers, and students, unanimously see a competence-based approach as leading to each of the listed positive results in terms of students' learning (76.4% being the lowest agreement level and 84.3% the mean). What is even more interesting is the general picture which emerges. The competence-based student-centred approach adopted appears to be more beneficial for some of the most important aspects of higher education than a content based one: it helps students become better persons, better citizens of their countries and of the world and increases student employability -contributing in this way to three of the central goals of higher education in general. This suggests that, at least in the 21 Latin American universities that participated in the second Stage of the research study, the Tuning projects could be considered to have achieved the first intended impact.
The second intended impact of the Tuning Projects -as a result of a clear understanding of the value of competence-based student-centred learning -is that of institutional commitment that supports and promotes the desired changes not only during but also after the project lifecycle. In an optimal scenario academic administrators would have created the conditions necessary for implementing the new approach. They would have also ensured continuous support for teachers throughout the process of change. This is the impact teachers would feel directly, while students could only perceive it indirectly -that is, whether teachers do change their approach thanks to the indispensable conditions being in place.
Not all of the conditions necessary for the reform to take place depend on the university authorities, but the figures reported in Section 5.3 show that in the case of the 21 institutions external factors (of favourable policy and sufficient autonomy of the universities) were present as well. Yet, academic administrators have played their role as well. To begin with, dissemination of Tuning ideas and agreements (e.g. lists of competences) was done successfully in all of the institutions. Second, guidelines and other supporting documents have been created at more than 86% of the institutions, and, once again, disseminated, with a high level of success. Third, staff development activities were designed and implemented, even if possibly not to the optimal level. Fourth, having concrete persons in charge of monitoring the change process seems to be a common practice across these universities. Fifth, while financial support could have been stronger, there is a net perception that the leadership has been adequate and that academic authorities have been engaged in stimulating and supporting the change (see Table 3 ). The agreement between the two groups of respondents (teachers and academic executives) on this question should be highlighted once again. Finally, we would like to observe that academic authorities appear to be realistic and critical, yet committed to promoting the change. They are fully aware of the resistance of some teachers and they are also more aware (than teachers themselves) of the fact that teachers need more staff development and preparation. Even if more could be done in terms of staff development, for example, leadership is not preceived as lacking in these 21 institutions; rather, it could be argued that the university authorities are leading and supporting the change.
The overall situation in these institutions is very positive and the university authorities and staff are probably well aware of what further action needs to be taken. Given their overall commitment, this action might be a simple question of time (and possibly a slightly less simple question of funding).
Finally, we should look at the level of impact on teaching, learning and assessment, perhaps the most evidently expected one, yet possibly the less easy to achieve. A vast majority (91.7%) of the institutions surveyed in Stage One reported noticeable changes in this domain in at least one aspect and at the level of at least one particular subject area. More specifically, the majority of institutions reported the introduction of a competence-based studentcentred approach when revising or creating curricula, study programmes or plans, and to have changed teaching, learning and assessment methods appropriately (75.9% in each case). Both of the aspects can be modified within a subject area domain and might not require a centralized effort (although a number of universities said such changed had been introduced at the level of the whole institutions), unlike for example the introduction of a system of credits based on the students' workload.
Stage Two data demonstrate that in the 21 sample institutions a competence-based student-centred approach is seen to work, if not in all, at least in a considerable number of courses within the degree programmes chosen as examples. This claim by teachers is largely corroborated by students. Of particular interest for us here is the fact that 67.1% of teachers who focus on generic competences work with those agreed upon in Tuning. The Tuning competence lists must, therefore, be familiar to at list 67.1% of teachers in these institutions, a figure which greatly exceeds the number of teachers who had been involved in the Tuning Latin America projects directly during the project lifecycle.
Two central issues indicative of the level of implementation of a competence-based student-centred approach, but which often take longer to embed, are assessment of competences and the calculation of student workload. Indeed, more discrepancies are noticeable between teachers' and students' answers with respect to these two aspects and thus degree of implementation might be lower than for other aspects. In other words, this requires further work. However, the figures obtained suggest that all of these universities are certainly on the way to achieving both goals, and their progress can be plausibly attributed to their participation in the Tuning Latin America projects.
VIII. Conclusion
To sum up, this study demonstrates that Tuning has had an evidence based impact in at least 21 higher education institutions in 11 Latin American countries and 15 subject areas. All the three types of impact which could be expected appear to be supported by the evidence gathered in this study. Classroom practices have been modified to introduce a competence-based student-centred approach. It is also clear that strong positive attitudes towards this approach have been developed by different stakeholders. Both teachers and students (the main intended beneficiaries of the new approach within institutions of higher education) seem to highly appreciate the benefits of competence-based teaching, learning and assessment, despite being fully aware of the complexity of the changes.
It is important, however, to recall two aspects of the research reported in this article: the first two stages were quantitative in nature, Stage One was exploratory while Stage Two focused on cases of most successful implementation. This suggests two further steps that might need to be undertaken in order to understand how a competence-based student-centred approach can be implemented and what successful implementation depends on. Firstly, a qualitative study of some of the 21 institutions in Stage Two could be conducted. The main question here would be that of how the implementation process developed in these universities: how they moved from their participation in Tuning projects, from initiating debate about the need of change, to actually implementing the new approach, changing the mindsets of the different stakeholders, overcoming the barriers, etc. What were the best practices or solutions identified by the competence-based student-centred approach advocated in these institutions that permitted them to achieve this goal? This qualitative third stage would permit the examination of the nature of contexts favourable for the implemention of a radical change in approach and perhaps identify elements or patterns within institutional cultures either necessary for or associated with successful implementation. Those factors which are context-independent, if any, would be of special relevance for helping other universities achieve the similar goals.
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Secondly, it is equally important to find out why other universities have been less successful or unsuccessful in implementing the results of the Tuning projects. What limited their ability to redesign their curricula? What prevented these institutions from achieving the same results? Can any of these decisive factors be controlled by any of the three groups (academics executives, teachers and students)? Or could a further international project which would target particular aspects critical for successful implementation (teaching and learning activities, assessment methods, etc.) help resolve those difficulties which these universities have not managed to overcome? A further research study might be necessary in this case.
